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NATURE,AND PURPOSE OF THE REPORT

The purpose of this reportis to present the results of an Evaluat:on
of the Lothian Region Educational Home Visiting Scheme.

Thepurposeof an evaluation is to assess the effects ofa programme
of activity with a view to doing two things: firstly, finding outwhetber
it represents a justifiable expenditure and, secondly, i‘mdmg ways in
which it might be improved. /

To assess its impact, two styles of research have been utilised. One
strategy made use of ‘an “itluminative” approach. This meant
developing a better understanding of the practical operation of the
Scheme with aviewto disoermng what its effects were likely tobe., The
other strategy was miore traditional, anq;nvolved comparing the
answers Home Visited mothers gave to a seties of interview questions .
with answers obtained from other mothers drawn from the same areas
of the city as the mothers who had had Home Visits and a contrasting
sample of High Status mothers. Since it cannot be claimed that these .
two groups represent control groups in the strict sense of the word,
they are referred to in this report as “bench~-mark” groups. -

Three strategies have been adopted in our quest for ways in which
the scherne might be improved. First, we have attempted to clarify the
possible theoretical bases of some of the processes of development
and social functioning with which the Educational Home Visitoss
have been trying to grapple. Secondly, we have examined-our data on
.. the effects which the scheme appears to have had, and nothad, witha
" view to obtaining clues as to ways in which it might be improved.
Thirdly, we have examined the data obtained from the two bench-
mark samples with a view to abstracting what it has to el usabout
parents’ priorities in chlld-reanng, the causes and implications of
variance between, parents’ priorities, and the types of intervention
~ which might be appropriate to different sorts of family in different
* circumstances.

In the chapters w\}uch follow, the illuminative material will be
reviewed first. After reviewing its possible implications for the long
term development of the children, communities, and society
concerned, we tumn 1o the statistical data on the impact of the -
programme on the mothers directly involved. Finally, we review the
material obtained;from the two bench-mark samples with a view to
.discerning what, [f anything, it may have to tell us about the dcmgn of
Home Visiting Programmes
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+ CHAPTERI
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A BRIEF OVERVIEW OF THE LOTHIAN REGION
EDUCATIONAL HOME VISITING SCHEME ‘
- AND THE EVALUATION N,

This chapter will provide the reader with abrief—ifsomewhatover-
*  simplified—picture of both the Lothian Region Educational Home
Visiting Scheme, which was established by Ian MacFadyen, Lothian
. "Region Divisional Educational Officer, and the Evaluation, which
was undertaken by the Scottish Courcil for Research in Education.
Tﬁe Camext af the thh:an Region Educational Home Visiting
Scheme
The Lothian Region Educational Hore Visiting Spheme had its
roots in a number of research traditions. The first of these was that
. associated with the Plowden Report (1966), the' work of J.W.B.
"Douglas (1968), Elizabeth Fraser (1959), and the National,
Children’s Burean (Wedge et 2l (1973)) inthe U.K. and the Coleman
Report (1966) in the United States. These studies showed that many
- children seemed to do less well at schoni than even their measured
intelligence would predict. The second was the widely held view,
promulgated by Peaker (1971), Coleman (1966}, and Davé (1963),
that some two-thirds of the variance in school performance among
pupils of the same age counld be attributed to home background. The
third was the equally wldel,' held view (largely attributable to Bloom
(1964)) that the variance in cognitive/academic ability was well
established by the time children were five years ofage. Taken together
with the conclusions of the two previously mentioned sets of research,
this suggested that variance in educational performance-had some- -
thing to do with early ‘experience in the home. The work of Bernstein
(1971) and Tough (1973) suggested that the relevant early
experiences had something to do with theuse of language. Fifthly, and
finally, Bronfenbrenner’s {1974} review of the research literature on
_ +he effectiveness of intervention programmes designed to boost
cognitive development and educauonai perfonnance had suggested
. that their effccts were less likely to “wash out” if the mother were

o
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in‘:rolved directly as an agent of intervention. Levenstein’s (1970, |
1972, 1975, 1976, 1978) and Kellaghan’s (1977) programmes of
intervention, in particular, seemed to hold out great promise.

The Lothian Region Educational Home Visiting Scheme
- The scheme-began with a single Educational Home Visitor who
was attached to a nursery school which made a particular effort to
promote parental involvemert, At the end of the first year of Visiting,
“Ian MacFadyen interviewed nany of the parents who had been
visited and Was so impressed by whatthey said that he recommended
that the number of Home Visitors be increased to six on -an
experimental basis. In order to assess the value. of the experiment he
aiso arranged for an independent evaluation to be undertakes by the
Scottish Council for Research in Educadon with funds from. the
Scottish Education Department. At this point the original Home
Visitor ceased Home Visiting as such for personal reasons, but
continued to provide support for some mothers’ activities, and was
later appointed as “facilitator” for weekly Educ l}lmnal Home
Vishtors’ Meetings. Five of the six new Educational Home Visitors,
who were all I.ramed teachers, were appointed to the staffs of five
schools in areas of the Region which wzre judged to be socially
. disadvantaged. The sixth worked with families who had handicapped
children. Their brief was, in the context of the research literature
alluded to above, to work with two- to three-year-old children in their
homes and in their parents’ presence for about one hour a week. The
length of time the visiung would be kept up was left open, but has
turned out to be about nine months on average. The objective of the
weekly visits was to encourage the mother to play a more active role in
promoting the educational development of her children. It was
aSuggested that the Educational Home Visitors should begm by
involving the chil in aotivities in which language was used to extend
his imagination, and then seek to involve the mother in such activities.
However, it was envisaged from the start that, as the Home Visitors,,
became mure comfortable in their new role, these activities would be
extended to include encouraging the mother to take a moreactive role
in relation to the formal educational system and to participate in
activities which would lead iier to become more confident and
outgoing. Tt was envisaged that this would in turn influence the
development of her children,

The Home Visitors each visited about ten fmm‘hes per week, Thus,
about 180 famlhes were visited in the first two years of operation. Th:s
made the Pro_iect one of the largest of i its kind in the world:
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The Educational Home Visitors (EHVs) were encouraged to
exercise their professional judgment as to how best to interpret the
briei they were given and the research materials they read. They were
also encouraged to decide how best to relate their activities to the
needs ofindividual families, schools, and communities. It is recognised

“that this would lead to considerable variation between the Home
Visitors, and an effort was made to select Visitors who, while open to
feedback, would have sufficient confidence in their ownjudgment not
to require” continual reassurance or direction.

The extent of the variance which did occur is documented in other
reports on the evaluation (McCail, l980a, I980b) but a hint of it may
be given by saying that the first Visitor “agonised”’ overthe Kellaghan
and Levenstein approaches but found that they “left her cold”. She
discussed with her Head Teacher whether she should tell Ian
MacFadyen this, and they decided not to do so.

The formal criterion for selecting families for visiting was that they,
should be likely to benefitin some way from the visiting. It was made
clear that this benefit might be social—such as the mother becoming
more outgoing—as well as educational in the narrower sense of the
word. In practice, many, but by no means all, of the families
reccmmended for visiting by the schools, social workers, or health
visitors were “‘deprived” or “‘problem” families. Nevertheless it was
emphasised that it was important for all the EHVs to visif a cross-
section of families. Indeed, despite its location in socially dis- '
advantagad areas and its focus on “farnilies who might benefit”, the
EHVs were given explicit instructions to avoid families in which the
soctal problems might prevent them focussing on the educational
activities which lay at the heart of the Project. Thus the families who
were judged to be the *most likely tobenefit” were not necessarily the
most “needy”. .

As the study progressed, these social problems, the mother’s
inability to lead her hfe satisfactorily, her isolation, and her inability
to get satisfactory treatment from the social services, have come to be
seen as more axl more central to the achievement of the Project’s
goals, Although one of the Home Visitors did manage to stand out
against this broader viewpoint for about two years, she became the
most anxious of all the EHV's about her apparent inability toinfluence
the children’s cogaitive development, and has now come to believe
that isolation and depression are central to the mother’s unwillingness
to become involved in the activities she is trying to encourage.
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“% The evaluauon was sét up as a one-man, two-year Project, without
“other research back-up. It was set up as a “descnpuve and
“filuminative”, rather than a statistical, study although it was
intended that some questionnaire and test data should be collected.
Not only was it intended t© monitor the development in the EHVs
understanding of their task, it was also intended toassess theimpact of
the Project on the schools concerned, the subsequent development of
the children,”and on the wider communities in which the Home
Visiting took place. It was intended that this should be done oy
studying the operation of the Project and setting it in the context of
other Home Visiting Projects in Britain and the United States.

Despite the general agreement that the Project should be
“illuminative” and *descriptive”, rather than statistical, the ambiguity
of these terms, the desired breadth of the evaluation, and a Ievel of
ﬂ.mding which made it impossible totackle more than a fraction of the
issues, made for continuous unease about the evaiuation. This was
exacerbated by the fact that the researcher who had prepared the
original, agreed, research proposal for the SED left after working on
the Project for three months and was replaced by the author, and his
colleague, Gail McCail (who has prepared a companion publication®
describing the activities of the Educational Home Visitors in some
detail) who each worked on a half-time basis. We both had rather
different backgrounds, orientations, and research styles from the
researcher initially appointed to the Project.

The unease about the evaluation was further exacerbated by Ian
MacFadyen’s desire for “hard” data on the effectiveness of the
programme. He had a number of precise questions to which he wanted
answers T although he acknowledged that the questions were difficult
and recognised that answers could not be obtained within the two
years allocated to the Project. Initially, e had seen the administration
of IQ tests to the children as a major part of the evaluation. Having

* McCail (1980)

t Ian MacFadyen makes his reasons for seeking tqhave the project evalualed clear in
the following quotation:
“A number of precise questions however remain unanswered. For example:

(a) Towhat extent, if any, will the programme enable the children to take greater
advantage of the later educational oppdiiunities available to them?

() To what extent will the programme improve and exiend the support of the
mother for the child throughotit his educational career?

f¢) To what extent, if any, will the programme encourage in the mother a more
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been convinced that the prior task was to examine the impact of the

programme on the parents, he repeatedly asked what methods were to

be used to assess that impact, and the context in which he raised this

question implied that he had not fully acc ~ted the “illuminative’
- evaluation model.

The author joined the Project because he saw it as anopportunity to
develop the methodology which was required toprovide accountability
in relation to social and educational policy. At the time of joining the
Project there seemed to him to be no way in which an evaluation
which would pravide answers to the sort of question being asked by
Ian MacFadyen (eg about the long-term effects of the programme on
the children’s cognitive development and school careers) could be
carried out with the resources currently allocated toit. However, both
the Home Visiting Scherae and the evaluation were set up in Such a
way as to imply continuity of funding and he therefore expected that,
in the longer term, it would be possuble to answer a number of such
questlons "

The S:a:is:ica! Srudy

In point of fact it rapidly became clear that there were, many
questions which could be tackled through aformal evaluation exercise

if funds could be obtained.

it also became clear that the funds to develop relevant question-
naires and collect background data from the areas in which the Home
Visiting' was taking place might-be obiained under the Job Creation
Programme. Although these funds would cover only inexperienced—
and changing—personnel, they were the only funds available and,
withthe agreement and assistance of the SCRE Advisory Committce
on the Evaluation, they were sought and obtained.

oul-gotng auitudc to her own Jife? What effeci will that have on the children,
and on the family?

{d} What elfect will the programme have oa the ocvgmuve aclivity, the intefleciual .
development, and the use of language on-the part of the child?

{2} What will be the elfect of the programme on the mothet/child relationship and
what effect will that have on the mpther and the child separately? .

In an atlempt to answer some of these difficuli quesiions, the Education Commitice.
has asked the Scottish EducauonDepaﬂment;o setup aresearch project to abserve,
monitor, and evaluate the home visitor programme. a research project which will

*take some twofihree years 1¢ conduct but the results of which may well be of major
significance in the educaiional world.”

It may be commened that thete is no way in which “bard" answers to some of these
questions could possibly be obtained without a longitudinal study lasting more thantwo
to three years'

—
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Under the circumstances, it was decided at the outset that the
personnel appointed to the Job Creation Project should be kept well
away from the Home Visited mothers. However, having seen the
interview schedules which were evolved, and having read the interim
reporton the Job Creation Project, Ian MacF adyen became convinced
that parallel data should be collected from a sample of Home Visited
mothers as soon as possible. He utged that this data should be
collected immediately despite the author’s feeling that the interview
schedules Should first be modified to-collect data on the parents’
perceptions of the Home Visiting itself. Whenit became apparent that

* additional funding would not be obtained, the author reluctantly
concurred and collected the data despite its known inadequacies.




CHAPTER 2

-

THE BACKGROUND TO, AND OPERATION OF,
‘THE LOTHIAN REGION EDUCATIONAL
HOME VISITING SCHEME

TAN MACFADYEN

In Chapter 1 reference was briefly made to the main research traditions
which provided a context for the Lothian Region Educational Home
Visiting Scheme. In this chapter the Divisional Educational Offcer
mponsfbk Jor initiating gnd running the Project gives hic own refro-
specrwe account of the background to thescheme. Thechapter isan edited
version of a Paper prepared jor the Edication Section Conferenceof the
Bntisn Psychological Socfery, in the autumn of 1978.

The Background to.the St eme

B—— - -———Towards the end of the *60s and during the easly "70s a number of
generalised movements weré beginning-to-present-as_mote_clearly
delineated expressions of concern. The cognitivists, now firmly
establishad as a group—in the USA- at jeast-—were claiming that the
traditional provision for early childhood education, with its emphasis
on affective aspects of growth, ignored the cognitive development of
children and thus was “selling the children short”. The mote extreme
disciples of the movement, like Bereiter and Engelmann (1966), and . ..

_Omar Kayham Moore®, we.¢ demonstrating what could be‘achieved
by intensive, highly structured and totaily dehumanised programmes
of interveantion. Of more interest to me in this movement was the work
of Levenstein (1970, 1972), who conducted what she described as “a
Verbal Interaction Programme’. She hypothesised that, in- the

_crucially important phase, of educational development before the_
child began formal schooling, the most influential factor was the
“caretaker”, usual!y the mother. Thus it would be appropriate to.
improve the capacity of the mother as the agent of educational
development. Levenstein therefore employed what she called .Foy

* * See Pines (1969), pp 68-86.
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Demonstrators, ‘who were iniually trained social workers, to visit the
mothzr in the home. The basic intentions behind the visits were

to demonstrate how one might obtain the maximum educational,
perceptudl, conceptual and motor stimulation frorn com-
smercially available toys and books;

te demonstrate how one might exploit such matenals for verbal
interaction with the child;

to reinforce feelings of competence in mother and child;

. toencourage the educational relationslip between mother and
_child, . ,

The experinient was of parncular interest in that. not only did it

~ demonstrate that'the gains in IQ scores were Iongerlastmg than those

in other experiments, but much more unponantl}, it did so within a

setting which was comprehensible and natural, ie within the family

setting. The project accepted that the major factor influencing the

child’s educational development was the mother and set out to
enhance her relationship with her child,

Another major influence leading to the establishment of the project
was the results of the studies o the 1957 cohort by the Natinpal
Chiidren's Bureau. These were t¢ have a profound effect upon the
society in general and educational thinking in particular. Onepiece of
evidence which was of particular significance was that which appeared
asthe report From Birth to Seven (1972). The evidenceindicated that
certain socially disedvantaged children—even below the age of seven
years—had parents who were less likely to consult the teacher, were
themselves more destructive and aggressive, were more prone to
maladjustment, were more likely to speak unintelligibly and have poor
oral ability;- were more likely to have poor general knowledge, were
poor readers, were poorer at arithmetic and were fess creative.

Not only that, but these socially disadvantaged children demon-
strated these disadvantages very shortly after beginning formal
schoolmg. This suggested that, for wha!,ever reason, children were
arrivingat school apparently i unprope equippedto cope with school’
activities, The Nationa! Children’s Bureau suggested that while,
demonstrably, the children were not equipped to cope with the school
1t was possible that the school, with its middie class charactmshcs, -
* was designed for one set of ch:ldren rather, than the other. But,
whatever its cause, the Bureau highlighted an apparent .nus-match
~ between the efforts of the s¢hool on the one hand antd the attitudes of
the parents on the other.

-+
~

“d
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At about the same time Joan Tough (1973) was conducting
exterxled observations of young children’s language. Eventually she
concluded that whereas all children use language to protect their
rights, demonstrate inerests, indicate pleasure, needs, and frustrations
and direct their own and others actions, the educal.lonally advantaged
children were able to demonstrate a more extensive use of language
to_—report on past experience

~—cqflaborate towards an agreed aim

—predict and anticipate events

—sge casual relationships

—problemise in.aginatively

—create symbolic representations

—justify their behaviour

—reflect on their own and other people’s feelings

We recognise those as the very linguistic skillswhichare demanded

by the learning experiences created by the teacher—and not anly in
the Primary Schecol. The Nursery School appears to make similac

demands without fully comprehending the difficulties faced by the _ .

children who have not mastered such complex skills.
Joan Tough also .emarked on differences in the verbal interaction
of the mother-child dyad. In the case of the educationally advantaged

child the mother shares meaning with the child. Her comments are--

designed tolead the child to further thought. She makes comparisops,

_ encourages recall, encourages concentration and attempts to explain
“situations. In the case of the educationally disadvantaged child the

mother engages in this activity to a much more limited extent,
- Jsan Tough’s sarly work has been the subject of much criticism.
However, it can be said to have made a highly 51gmﬁcant contribution
to an understanding of educational development in childrenand to the
nature of the educational experience provided in schools.

Mention may be of one other influential, local, factor. On the one
har.d there appeared 1o be a new, groundswell of interestin education.

Parents were no longer content io &2 informed by schools of their -

children’s “progress" Parent-teacher associations were beginning to
sprmg up in various places; community groups began to demand a
voice in educational affairs. Education Committees found themselves
the somewhat unwilling bridegrooms at the altar of “consultation.
Schools began to falk of parent involvement. The Playgroup move-
ment, which had struggled to achieve recognition on the educational
stage, suddenly found itself at the centre of a political storm.

]
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More disturbingly, there appearéd to be an alarming situation in
relation to young margieclcouples, particularly young wives living in
high flats. It wasn’t simply that they appeared tb be isolated and very
lonely, it seemed as if they dld not have the will toovercome theirmost

"* acute problems. The conventional and’well tried methods had preved

fruitless; they avoided any kind of social activity, including cc.tact.

with ncighbours, The traditional *“evening class” was an anathema io

them, even when designed specifically as a result of their suggestions.

They avoided contact with schools, nursery, primary and secondary.

It was as if, having been married, had children, been housed in local

_ authority developments, they had literally accepted their fate.

‘Butthe problem wentdeeper. There appeared to be indications that

a number of young mothers saw themselves as having failed with

regard to their children. The reasons for this were imprecisely stated

but were variously expressed as, for example,

- —an inability to cope with childish activities *

—disappointment that chﬂdren were not as the advertising media

displayed them

—lack of assistance from grandparents, neighbours, older siblings,

schools, doctors and other professionals

—inability to live up to the expectations of others including their

own children

—disappointmem at not being able to provide the best-for their

“children (whatever that might be)
. —a feelmg of guilt at having negative sentxmcnts in relation to their
-children.

And yet they were not without personal ambition for their children.

A small survey conducted in 1974 in the Lothian Region indicated

that, contrary to popular bzlief, 99% of parents described themselves

as Vinterested in the education ‘of their children”.
This led to two thoughts: _

1. It was difficult to imagine that those parents accepted such a
situation willingly. Education might not be able to provide a
ready solution, but it could be argued that it had no smali partto
play in assisting young parents to overcome their difficulty.

. It was difficult to imagine that such a situation would provide

- fettile soil for the inteliectual growth of the yousgsters involved.
The degree of commitment and the effort availableto promote the -
educational developmentof their childr+n wouldin all probability
be in direct ratio to the enthusfasm or otherwise with which they
viewed their own situation.

B
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These then were the major factors which led to the establishment of
the Educational Home Visiting Project. That these factors could be
challenged on a number of grounds did notseem to be a great obstacle,
one might wait for years before hypotheses were finally turned into
peneralised truths, It seemed that the subject matter which these
factors cevered was pressing enough to warrant some action. The
question was: What kind of action?

The developt.ents which have been summansed Sseemed to point
" separately and collectively to some initiative which would bnng
together the educational world and the parentsin the parents’ home 1t
siuch away as to encourage arid enhance the educational development
of the child: hence the insticution of the Lsthian Home Visiting
Scheme. . :

The Operation of the Lothian Region Home Visiting Scheme
The Visitors are attached one each to a nursery school or to a

primary school with a nursery class. ;
The reasons for adopting this pattern were three-fold.

1. Similar experiments elsewhere in Britain at that time were
marked by the temporary quality of their ¢xistence or by the
indeterminate place in spaceof the Visitor. Such ““insecurity’” of
tenure did not seem to be in the best interests of staff and hence of
the project itself.

. The nursery school or class provided the nearest educational

- equivalent to serve as a home base for the Visitor with all that

. that entails—services, colleagues, professional communication
and refreshment.

In the Head teacher the Visitor could find a helpmate, a guide,
someone to discuss problems with. .

Each Visitor has approximately 10-12 homes which she visits
weekly, spending about an hour per week in eachhome. The remainder
of the time is spent recording resulis, discussing findings with the
evaluators, working in the nursery school or class, or in organising
parents’ meetings and other activities designed to promote the growth’
of the mothers’ feelings of motivation, confidence or competence and
involvement in the formal school system.

The Visitor visits homes of children at the pre-school stage, ie
betweerf two and three years old. We felt this tobe the optimum point
of contact in that the educational relationship between the child and
the mother would be unlikely to have crystallised. The child is young
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enough to adapt to a changed patteln of activity on the part of the

mother, the mother not yet far enough into motherhood to be unable to

reflect upon the quality of the interact}gn with her child,

- The express purpose of visiting the 'home is to encourage and

enhance the mother’s unigue and irreplaceable role in the educational

development of her children. The Visitorsl\egin by working with the

child but move as quickly as possible to an iniyolvement of the mother

in the activity. Quite ofien the mother expects the Visitor to “teach”

her child and does not expectto beinvolved otherthan asaninterested

bystander. The Visitors get over this prob‘l“em in a number of

ways _ .. \

~By structuring the activity tp include the\mother

~By encouraging the child to involve his mother

—By talking to the mother about her cliild, her home, and the
activities of the visit ‘ \\

—DBy leaving books and other materials behind ~

—By discussing activities undertaken by the mother with the
child between visits - - -

The Visitor normally takes with her some concrete object in order

Jo give focus to the visit, Sand, water, coloured paper, building bricks,

toys, playdough~-anything in fact which will draw the attention of the

child and mother. At the same time, however, the Visitors are

themselves encouraged to persuade the mother that any object, and

any household activities—such as making beds, washing, hoovering,

and ironing--can be used to focus the attention of her and her child,

The use of language plays a very important part. The mothers are

encouraged to use language in such a-way as to share meaning with

their children, to collaborate in activity, to predict, to explain, to

- hypothesise and to test that hypothesis, to demonstrate casual

relationships, and to rtretch the imagination of the child, At the same

. time, however, mothers are encouraged to avoid 100 great concentra-

" tion ot such activity because it is taxing for both child and mother.
It was the intention that the Home Visiting aspect of the project

e —would be supported by th* school-in a-variety-of ways:This has

happened to a greater exten: ' some areas than others. In the most

active schools, the mothers are invited to visit the school, to use the

mothers’ room, to join in work with the children in the school, to

.. devise and take part in-a variety of what might be called informal

further education activities, ie classes in hostess catering, flower

" arranging, family swimming, keep-fit, and child development. In

addition th?y are encouraged to take partinsocial activities organised
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by the school/ coffee mornings, fund-rdasmg activities, parents’
outings, chlldren s outings. The purpose of such activity is on the one
hand to close the gap between home and school and on the otherto
provide sonte opportunity, however small, for the mother to participate
in activities outwith her own home. In other words what begins as an
interest int her child may well continue 25 a determination to promote
her'own opportunities for self-fulfiiment, which, it is hoped, will have
a profound rejuvenating effect upon her life and in turn on the
educational development of her child, o

No Home Visitor is expected to work in homes where there are
special problems of relationships. Occasionally ore comes across
homes in which the maritat relationships are very unsound and even
some cases where the mother-child relationship is distinctly odd. The-
Visitors, bemg on the pioneering periphery of educational develop,
ment, have quite enough to cope with without entering intosome of the
most dlfﬁcult areas of human activity.

The Visitors builé up their lists of children to be visited from &
number of sources. The intention is t1at lists should be varied and not
filled with what might be termed problem children or familles. In fact
It is posltively beneficial to the group as a whole, and to the Visitor, to
have within the group atleast one r who is relatively outgoing in
her personality, Quite often the local social worker or health visitor
will suggest that a mother and her child be added to the list to be
visited.

A place is available at the nursery school o class when the child
reaches the age of 3-3% yearsifthe mother requires it, Thisis as much
a precaution as anything else. A series of Home Visits having been
begun, it would make little sense if the parent found that there was no
opportunity for communication with the educational world between
the age of three and five. It is still a matter of choice of coursa whether
the child attends part-day or full-day.

The precise point at which the Visiting should cease is a matter of
debate. The original thought was that it should cease when and if it
became clear that the mothers had understood what'the Visitor's
message had been. This has proved nnpractzcable fortwo ﬁmdamental
reasons: p

In many instances the mother and the ch:ld have come to regard
the Visitor as a friend and as an_md;spensable part of their lives.

The announcement by the Visitor that she would have to stop
visiting has led on numerous occasions to tears, particularly on
the part of the. mother. This seems to suggest that one of the major
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objectives of the scheme, to increase the sénse of self-sufficiency
in the mother, may not have been entirely successful,

. 'The Visitors seem now to be convinced that the intense contact
cannot be replaced simply by some kind of loose communication
between the mother and the school, It will need to be replaced by
a much more carefully structured system of communication
between home and school not only at nursery level but at pfimary
school also. What form that should take, it is, as vet, difficult to
foresee ahhough anumberofideas are now beginning to emerge,

The Visitors are all qualified teachersf The reason for adopting this
policy was that teachers, by and large, would be able to think through
the theoretical basis of the project and i its practical application more
qmckly thanotherpeople by virtue of their knowledge and experience.
This is not tosay that other workers could not be equally effective. We
have, like Levenstein, tegun to use non-professional volunteers—
mothers who have themselves been through the programmes. Whether
they will be effective remains to be seen, -

Mote importam than the o+ _ications of the Visitors was their
degree of sensitivity. Eac.. visitor was selected above all else for her
capacity to work with adults in their homes without displaying an
intolerant or patromsmg air, for her capacity to offer her professional

skills without giving offence or undermining the confidence of the

-mother, for her capacity to be critical of her own efforts, and for her
capacity to engender conf' dence, trust and 1 pos:tlve ‘response from
the mothers. -
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'CHAPTER 3

~

THE DESIGN OF THE ILLUMINATIVE STUDY
" AND THE AUTHOR'S ORIENTATION

Aswe have seen, the évaluation of the Scheme fell into two rather
separate parts. The first was an illuminative study designed to
-examine the operation of the project with a view to discerning what its |
effects were likely to be. The second was a statistical study in which
the attitudes and behaviour of mothers who had had Home Visits were
compared with the attitudes of two bench-mark samples. In this
chapaer tye objectives and methodology of the “illuminative” study
will be reviewed and followed by some information about the
background and interests of thc aufhior. It is hopedthat thisinformation ™

_ will enable the-readerto set the author’s views in an appropriate
_ context. The design.of the statistical study vnll be discussed in
{ " Chapter 14,7
The objective of the “ﬁlumiua . oor “descnptwc” study was to
develop a better theoretical understa. Jing of the processes which
were involved in one way or another in the schems. Setin the context
of existing psychological and sociological research and theory, this
undcrstnndmg was expected to enable Us {o discem what the effects of
the scheme would be l:kely to be. Such an approach has a large
number of merits. One is not confined to talking about effects which
can be messured with the resources and methodology currently
available. Thus, we would be able to provide someinformation onthe
probable effects of the scheme on outcomes which we would be unable
to assess, siatistically, with the resources available to us. For .
exaniplc, we would b2 alMe to estimate its effects on schools,
community members, and sdministrators not directly involved in the
Project; We would also be able to provide mfonnauonm itsprobable
long-term effects on the families, children, schools any nnmcs
concerned. If we had mounted a conventional longl inal stu
would have been necessary to have waited vears before we coul\a
provide such informatiog§Ve would also be able to talk about the
! . probabie effects of the programme on outcomes for which reliable and
;. valid measures do not exist at the present time. Such outcomes might
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include the probable effects of the progremme on the development of
initiative, self-confidence, and inter-personal sensitivity on the part of
both mother and child. In this way we would be able to avoid the lop-
sided natuge of many evaluations which fail to discuss what are oft2
the most important outcomes of the educational processes winci: are
being evaluated because those outcomes cannot be “measurs3" with
the techniques and resources to hand. Wewould be able to dizcuss the
probable effects of PartIcular “styles” of vnsning althou;is these
effects would get buried in @ mass of “non-effects” in any s\atistical
study which it would be possible to carry out in & Project of thy; size.
To parual out such effects and extricate them from possible cortam-
inating variables would require not only an extremely large resvarch
design but also extremely sophisticated analytic procedures. Last, but
not least, it would be possible to provide feed-back to help the
Educational Home Visitors {EHVs) in their work, long before it
would be possible to provide them with the results of any statistical
study which “‘showed’” what was working and what was not working.
By making theoretically important processes explicit, the long-term
objective of any evaluation—improving the services which werebeing
offered—would be achieved more quickly.

None of the above should be taken tomean that we are unaware of -
the need to check inferences fiom theory and personal observation
against fact and systematic observation by more people. It is simply to

o state the case for supplementing traditional research styles with
Hilluminative” research. -

“For this part of the study, data were collected in a number of ways.
Open-énded interviews were carried out with the administrators
responsible for the intervention and the evaluation, the EHVS, other
members of the staffs of the schools to which they were attached, and
some of the parents who were visited. The parents were sometimes
interviewed in groups, sometimes in the presence of the EHV
concemed, and sometimes alone. The evaluators attended several of
the mothers’ group meeungs and virtually atl the weekly meetings of
the EHVs. At these meeungs they contributed to on—goingdlscusslon,
sometimes in provocative ways, and also raised specific questions for

. discussion. The Educational Home Visitors kept notes on their visits, -
dtanes of their activities, and prepared reports on their progress with
all the families they visited, They tape-recorded some of their visits
and the evaluators accompanied them on others.

None of these methods of collecting data was expected onits ownto

. give an objective account of the operation and impact of the Project,
and a1t methods of collecting data wete expected to “contaminate”
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the operatlon of the project in some way: the EHVscouldnotbeé™
expected to give a comylete and accurate account of t"eir objectives,
activities, and difficulties in a single interview. The presence of note-
book and pencil, tape-recorder, or an observer could always he
expected to influence what was said and done in interviews, in group
meetings, or on Home Visits. The mere asking of questions of
administrators, head teachers, mothers, or Home Visitors was likely
to make certain issues more salient and influence the difection of the
project, s
Nor was the objective of providing a complete and accurate account
of everything that happened necessarily thought to be desirable. What
one observes, records and describes is inevitably influenced by one’s
“implicit or explicit theoretical framework and one’s assumptions and
by what one axpects will have a significant effect. The effects which
one can label and think about are themselves a product of the current
state of development of one ’s science. If, in a project of this sort, we
could give an impression of the general flavour of what seems to most
of those involved to be significant aspects of jts operation and
impact—and draw attention to a few variables, processes, issues and
impacts which have been overiooked in previous studies, our work
would, we thought, be fully justified. :
In order to get a better grasp of the aspects of operation of the
* project which should be considered significant and the effects that the .
project was likely to have, an attempt was made to Gome to terms with
the vast early-chlldhood intervention literature, Visits were pald to
many other projects in this area in the United Kingdom and in the
United States of America. It was also hoped that these visits would
enable us to discover formal evaluation instroments which could be
incorporated into later stages of this project. Unfortunately this hope
was not fulfilled. Rather, we gained an impression of a field permeated
by studies which had, on the whole, made use of poor conceptual
frameworks, research designs, methodologies and instrumentation.

‘The Assumptions and Theoretical Perspeitives of the Author

In order to help the reader to ““objectivis2” thenecessarily selective
account of the project which will be presented, and inorder to help him
to understand why the author has collected and focussed on certain
sub-sets of data, an attempt must now be made to share with the reader
some of .the author’s assumptions, his theoretical stance and his
reasons for adopting particular viewpoints. The remainder of this
chapter therefore tells the reader about the author and not about the
project. It is hoped, however, that it will give the reader some insight

!

[
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into why the author js tefling him oertam—tﬁings about the Project and
omitting others. Those who are interested only in the Project may
skip over the ‘remainder of this chapter. :

The author Jomed the Project for two main reasons: First,, he was
acutely conscious of the need to greatly increase investment in the
evaluation of social, and parhculari)r educational, policy. Secondly,
he wes particularly mterested in trying to find ways of assessing the -
impact of educational programmes on values, attitudes, percepuons, ]
expectations and behaviour. As he saw it, the project was aimed, in
the firstinstance, at influencing the actions the mothers thought it was
important to undertake with their children, the qualities they wanted
their chifdren to develop, their expectations of the consequences of
undertaking certain activities with their children, and thelr actual day-
to-day behaviour.’

The author was anxious to work on the evaluation of soctal policy
for aaumber of reasonsolg'snrstly, he had realised (Raven, 1975, 1976)
that control of the way in whicl, something like 75% of GNP is spent
now rests with *“The Government” (i e national and local government
and their associated bureaucracies). Thus the economic market-place
as the means of evaluating the quality of provision, providing gnd
administering variety of provision, and influencing the direction in
which development will take place has, for the bestof reasons, largeiy
been neutralised. But the political sysu;m s the only alternative
means of formulaung, administering and evaluating policy in such a
soctalised economy 15 grossly overloaded. A system to replace the
economic market-place and supplement the pohtlcal must therefore
be developed: In such a system, he felt, social scientists had a crucial
role to play in helping scciety to develop the concepts, understandings,
structures and tools which are required to formulate, administer and
evaluate policy—and, in particular, to administer and evaluate
policies whichallow people with different pﬂoﬂtle stobe catered forin
different ways,

To come closer to the present prq;ect, his research had also
suggested that the measures which were needed to assess the
adequacy with which the educational system was reaching the goals
which the large majority of the pupils, ex-pupils, parents, teachers,
employers, "and . employees set for it were measures of values,
motivational dlsposmo:il , perceptions, expectations, and feelings of
confidence and perso: eﬁicacy The memodology required to
assess these qualities was in many ways similar to thiat needed to
assegs the n‘npact of the Lothian Region Educational Home Vlsmng

-—Prdlect on just such quaimes The Lothian Region Project was in

:
|
|
|
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effect an adult education project which was intended to influence
values, perceptions, expectations, motivation and behaviour.

In addition to these Beneral attitudzs toward policy evaluationand -
education, the author also brought with him‘some beliefs amii
expectations (again detived from his previous research) much more
closely related o the subject matter of the present project.

In the first place, he was extremely sceptical about the widely held
vlew that home bact.ground was responsible for the lion's share of the
variance in academic attainments. He had in fact carried out a path
analysis of some data in which Davé’s questionnaire had been
administered to a sample of parents of primary school children and the
results correlated with a wide range of measures of the children’s
school attajnment(Raven 1977). What he found was that some 75%
of the variance in school performance could be predicted from what
Davé(1963) had labelled “home process” variables. But 67% of the
variance could be predicted from scores on a verbal intelligence test.
‘When the effect of IQ was partialled out, only 8% of the variance was
left to be accounted for by “home process™ variables. Given the high
level of inter-correlation between the variables, it was not possible to~
choose between an explanation of the variance in school performance
based on variance ift parental attitudes and an explanation based on
I1Q. In terms of its practical implications this is most unfortunate—
because it is widely assumed that while parents’ attitudes are open to
influence, IQ is not, It also emerged that many of the **home process’’
variabjes were themselves arguably best thought of as surrogates for
the child’s ability. Thus, parents’ estimates ofhow Jong they expected
their children to $tay at school were bound to be influenced by their
estimates of their children’s ability.

Having carried out an extensive path analysis on this data—using’

" each of the 19 parental attitude composite variables (some of which
would be expected to be more dependent on home process variables
than others)—without advancing understanding of the importance of
home background one iota, he concluded (@) that the case for
asserting that home process variables were primarily responsible for
the variance in educational performance of the children was far from
established, and (L} that the only way to proceed toward a better
understanding was 1o make use of an experimental design in which an
attempt would be made to influence educational outcomes. He
therefore saw the Lothian Region Educaﬂonal Home Visiting Project
as an attempt to do just this.

Secondly, other aspects of his previous research had made him
extremely sceptical about the assertion that parental attitudes and
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values were primary determinants of school and life performance. His
research had corfirmed the widely held, if not well documented, view
that the qualities which parents wish then' children to develop, and
which pupils wish to develop, vary markédly with socio-cconomic
status. However, it also showed something else. When one studied
secondary school pupifs who expected to be upwardly or downwardly
mobile, one found that the qualities which pupils wished to develop
were s characteristic of the groups they expecied to enter as they
were of those they were leaving. Thus, downwardly mobile pupils,
who had presumably been brought up in homes which, like other high
socio-ecomonic status households, stressed independence, originality,
responsibility, and thinking for oneself (see data reported below),
were much more likely than othets fiom the same backgmunds to
stress the importance of developing obedience and conformity, and
huving rules to guide the;r lives 1aid down for then1, which tend to be
charactenstic of low socio-economic status families, Similarly, pupils
who expected to be moderately upwardly mobile were more.likely
than others)—without advancing understanding of the importance of
and responsibility (Raven, 1976, 1977). (It should be stressed that
thisis not a complete summary of the results—for example, upwardly
mobile pupils who were Jumpmg several statis categories were less
interested than any of their peers in the development of such qualities
as an interest in the communities in which they were going to live).
Thus, while confirming the relanonsh:p between social and
educational attitudes and socio-economic status found in thz literature,
and oonﬁnmng the ecological relevance of these aftitudes and
expectations (which had been so much emphasised by Kohn {1959)),
his data (like that reported by Havighurst (1962), and the Newsons
(1978)), had suggested that, in many cases, children’s attitudes did
not simply reflect their parents’ attitudes. Rather the pattern of
relationships suggested some anuclpatory socialisation effects similar
to those noted by Kinsey (1948) in relation to sexual attitudes and
—behaviour. As in Kinsey's-case; it-appeared-that-the- attitudes-and—————|
behaviours involved could have been learned neither from parents nor
from membersof the status groups which the pupils expected toenter.
Something pretty fundamentat taerefore seemed to be operating, and
this challenged both the notion that such aftitudes and values are -
simply transmitted to children (and, as a result, affected their school
performance) and the view that it was important to encourage more
*workingclass™ children to acceptthe “middle class’ value system so
that they could ““take advantage of what-the school system had to
offer”, Rather the results suggested that it was important to respect
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this variance in vaiues and attitudes when making provision for

education and that, by so doing, one would ot rus the risk of creating

a caste society-—provided one created flexible structures in which

pupils could move from one valve system to‘another as they
. developad,

A third set of perspe ctives-which the author brought with himto his
task-—and which structured the way in which he saw the Project and
his intespretation of the data he collected-—had to do with his previous
work on the value of schooling. Essentially, this research shows that
teachers, pupils, ex-pupils, parents and employers are right to belizve
that the primary objective of education is to foster such qualities as
initiative, confidence that one can deal with new situations and new
people; and the ability to learn without instruction. And it suggests
that-their view that the current educational system—for understand-
able reasons—does very little to foster these qualities is alsé correct.
However, it also shows that schools are rightto do what they do do—
to focus on getting pupils through examinations. This is because these
certificates are mpomm prerequisites to a decent way of life despite
the fact that the activities required to obtain them confer few benefits
on their pupils. The backwash of this pre-occupation to infant level
.was noted by several of the Educational Home Visitors. )

What these results show is that teachers, parénts, pupils and this
Project have a serious dilemma. Children must be helped to pass
examinations because of the extrinsic benefits conferred on them by
these certificates. But the activities which lead to the acquisition of
these certificates confer few educational benefits on pupils—and may
actually stunt the growth of the children’s competence. Thus schooling
in one sense (getting examination certificates) isextremely important, _.
whilst, in another sense {promoting growth.and-development} i is -
probably unimportant, Thus, the project’s goal of leading parents to.
“value” schoollng and to do with their children the things which need
tobe done in order to help their children to adjust to school and do weil
there;-isyin a-sense; extremely questionable. But equally, in another
sense, it is extremely important—for, 4s most parents, pupils and
teachers know, school success is extremely important as a key to
gaining respect and material well-being in our society.

Knowledge of this dilemma naturally led the author to ernphasme
the importance of collecting particular data on the impact of the
Lothian Region Educational Home Visiting Scheme and to interpret ,
that data in particular ways. Italsoled hitm to be particularly sen‘.%?\gx
to those who argued that ore of the mostimportant goals ofthe p
was to lead the parents concerned to a position from which they could

-
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argue that schools should change so that they could help pupils to
develop the qualities they needed to lead their chosen way of life

ather than force them to opt in to a way of life which they did not
particularly value in order to gain respect and a minimum standard of
living in our society.

A fourth fact about the author which should be recorded is that he
has, for many years, been pre-o¢cupied with the conceptualisation,
. assessment and development of motivational dispositions like

- adaptability, innovativeness, and creativity. As we have seen, most
people believe that these qualities lie at the heart of educational
objectives despite the fact that, at least, in Ireland, Belgium, and the

United States they are sadly neglected in practice (Ravenet al, 1959,

1969, 1973, 1975, 1977). The author has been rather more heavily
‘involved in research in this area than in research dealing with the
conceptualisation, measurement and development of abilities or
attainments like intelligence, veading or science. This iong standmg
interest has naturally Ted him io be more receptive to remarks which
could be construed as relating to these pre-occupations and concerns
than other researchers might have been. Since his theoretical
formulation ofthe nature of these qualities and their development also
. asserts that they have centrally to do with values, indeed that the most
important problem facing educationalists is to come to terms with
values, it is to be expectéd that he would be more sensitive than other
researchers might have been to those aspects of the present project.
which have been concemed with the_growth-of general competence
— ratherthan focussing o ofify on success in the school system, and that he
would be more aware of the value-related issues which permeate the
project despite its avowed emphasis on cognitive development—
which is often assumed, despite the work of Spearman and Piaget, to

“be relatively value-free.

. Afifth and fina! perspective which the author brought with him to

" his task is derived from his work on creativity and innovativeness

(Raven and Molloy, 1969; Raven, 1975; Ravenand Dolphin, 1978).

This suggests that advance in scientific undelstandmg comes about

most quickly, not by following the British civil service type tradition

Whlch emphaslses a cautious quest for certainty before publishing

one's tentative conclusions, but by assembling material to argue a

position which then leads to public debate. The author’s primary

concem is, therefore, not to be right, but to argue;a position which,
" through publlc debate, will lead to advance in understanding, He

therefore does not feel obliged to consider every possible altemative

explanation and interpretation of his observations and results before

-
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publishing them. This, of course, conflicts with the expectations of
those who commissioned this study—for this Report cannot claim to
be impersonal, tomplete, and “objective”. And not only because of
the puny resources avaitable tothe researchers but also because the
attempt to be complete and objective is misguided. Such an attempt
would mean focussingon data and interpretations which, while highty
selected, pretended to be value-free and non-controversial. It would
therefore mean neglecting crucial ~ sues for which an adequate
theoretical framework, concepts and measures have not been devel-
oped. In other words it would mean failing to discuss the most
important issves and failingto report on the most important things one

has leamed (Donnison, 1972). The set of data we have chosen to .

collect and publish—whether statistical or descriptive—has been
selected because we, personally, perhaps for some barely understood_
reason fe!t that it was important, and what we saw in it and chose to
_highlight is also a subjective decision. More than that, we have built
“the scraps of information we have collected togetfier into a pattern
which is at the same time a great deal more than, and a great deal less
than, what we observed. The author makes 1.0 apology for this. He
believes that the notion that a single social scientist, working in a field -
as important, as open, and undet-researched as this one, could be .
objective is totally disfunctional. What we need is more. people with
different pre-occupations and perspectives researching the area and
hotly debating their conclusions, not a more pedantic approach tothis
particular publication which, after all, represents but a drop in the
ocean.

7




CHAPTER 4

- -

THE INTERNATIONAL CONTEXT OF THE LOTHIAN.
REGION EDUCATIONAL HOME VISITING SCHEME
AS AN EVALUATED EXPERIMENTAL PROGRAMME

‘The purpose of this chapter is tb provide a briefreview of evaluations
of intervention programnmes which have at least somethingin common
with the Lothian Region Educational Home Visiting Scheme. It was
originally intended to provide both a map of related programmes—
whether evaluated or not--and a fairly thorough review of Televent
evaluation studies, so that the probable effects of the Lothian Scheme
could be more_readily assessed and compared with altematives. To
this end the author visited a large number of relevant programmes in

" the United Kingdom and the United States and read- through a

mountain of evaluation studies. For a vdriety of reagons—including
constraints of time and space, as well as the quality of much of tiie
material—it is not possible to include a thorough review of this
material here. A review of the United States material collected
together by the author is, howcver, being published in Van der E yken
(1980), where a review and evaluation of several British Studies will
also be found. A summary of the range of programmes available also
appears in McCail (1980). Here brief veference will be made to a
number of the most relevant programmes.

‘ T?:e United States Programme
" The US intervention programme has three main components:

- Headstart, Follow-through and Homestart:

The scale of the operation may be indicated by the fact that, since
1965, between ten and two hundred billion doltars has been invested
each year in such programmes. Qver $ix million children have been
involved at a cost, at current prices, of something of the order of three
thousand doltars each. Some two hundred million dollars have been
invested. in the evaluation.of these : programmes.

The particular variant of the scheme which is initiated at any sitc is
chosen, administered and evaluated on a local basis. Whit typically
happens is that several groups of academics and practitioners proffer
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a number of altemative programmes from which one or two are
chosen by local groups for implementation.

Headstart was initlated, not by the Office‘of Child Development,
but by the Office of Economic Opportunity. In those early days
community development objectives loomed large—and remarkably
‘successful the programimes were in achieving them (Marris and Rein,
1972). However, in the wake of the movement, best signalied by the
names of Bloom (1964) and Colemar (1966}, toward a belief in the
central imporiance of early environment, Headstart was increasingly

" seen as being primarily concerned with educational activities with a

- cognitive emphasis. The original focus became secondary. A quote _

from Zigler, the first Director of the Office of Cluld Development,
which states the educational/cognitive point of view particutarly
clearly, will be found below. Some argue that the change of emphasis
from controversial but attainable goalsto non-controversial but hard-
to-attain goals was deliberate: the Commurity Development
programmes were foo successful in enabling people to bring effective
pressure to bear on authorities, and this threatened vested interests.
{Thc same point has been made in relation to the British Community
Development programmes).

Zigler's Headstart was based on the belief that what happened to
children before they started schodl was of critical importance to their
subsequert educationatde velopment. A variety of centre-(institution-)
based and home-based programmies were therefore initiated to
demonstrate what could be done to boost childreny’s de velopment in
the early years. Later, the Federal government initiated Headstart
Planned Variation to place more emphasis on assessing the relative
merits of alternative programmes rather than “showing what could be
done”.

It was recognised from the beginning that Headstart alone would be
unlikely to have a permanent effect on children’s educational

development. Provision was therefore made, in Follow-through, for a,

varievy of further activities to strengthen and build on the gains the
children were expected to make.

The term “Homestart” referred to a specific type of Headstart

programme. This involved home-based intervention designed to
encourage the mothers to play a more active role in promoting the
educational developmem of their children.

Reflecting their origins in the Office of Economic Opportunity, and
despite Zigler's somewhat narrower orientation, all Headstart
programmes were multi-pronged, involving educational activities for
parent and child, kealth care, and improvement of the economic,

€
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social and physical’environment, DeSpite the variety of models, all

Headstart programmes were supposed 1o follow guidelines laid down

. by the Office of Child Developmem whxch included the follomng
ducational objectives: ~ -

Provide children with a learnmg environment and living environ-
ment which will help them to develop socially, intellectually,
physically and emotionally . .

Involve parents in educational activities to enhance their rolé as
pnnclpal influence on the children’s education and develop-
ment -, o e e 7 e T

child growth and developmem

Build ethnic pride, develop g__g_sitwe self concept, enhance
individual Strengths . .

Enoourage children to solve problems, initiate action, explore,
experiment, question .

Provide adequate indoor and outdoor space, materials, equipment
and time for children to use large and small muscles . ‘

Provide for on-going observau.on, recording and evaluation of each
child’s growth and developmient for the puipose of planning
action suited to individual needs .

Provide for parent participation in plannlng the educational
- programme . . . and classroom . . . and home activities . . .

Prowide parent tra:mng m the observation of growth and develop-
ment.

'I"he health component includes: , .
Provide acomprehensive health scheme. .. medical, dental, mental
health, and notrition . . .

Provide the child’s family with the necessary skills and under-
standings . .
Providefora thorough health screening.. vision testing. . . hearing
. iImmunisation . . .
Provlde extensive community mental health care.

- The-nutrition component-includes:
Provide food to meet nutritional needs . . .

Educate parents in the selection and preparation of food, money
management, consumer education. .

- 38
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. 'l‘he social service component includes:

Furnishing information about available community schemes and
. how to use them .

Follew up to assure delwerg of needed assistance . . .
_ Establishing a role of advocacy and spokesman of Headstart
families . . T~ — _ .

Helping . . . parent groups work with other nelghbourhood and
.- commumty groups with similar concerns .

Help to ensure beter. co-ordination between commumty agencies.

The parent involvement component includes:
Direct involvement.in decision making . .
Participation in classioom activities |

Providing methods and approaches for mvolvmg parents in
experiences which will lead to enhancing the developmént of
their skills, self-confidence, and sense of independence. ’

This comprehensive approach was retained in Follow-through.
And yet the Stanford Research Institute were able to identify over
eighty different models of mtervenu:m——each replicated at s:tes all
over the country,

The range of models is breathtakmg, ranging from pnmary
emphasis on encouragmg -the aduit members of the communities
concerned todevelop the civic perceptions, expectations, and abilities
. required to gain control over the wider polmcal and administrative

process, t.hrough glvmg parents the right to hire and fire teachers,

assess pupils’ progress in school and determine school curriculum (in

. order to ensure their relevance to the needs of their own culture),
having parents come into classrooms to model effective human
behaviour for the pupils, project-based education designed to er’.ance
motivation, and conventional but indlvidualiséd programmes based
on one-to-one instruction, to lughly structured programmes des:gned,
to teach children particular words and phrases.

Altogether, well over ten thousand programmes have been rup and
evaluated, and the very variety of the programmes and evaluations
has helped to ensure that it would be difficult to systematme, analyse
and dssess them.

. Given the variety of the goals pursued by project sponsors, _
attempts at national evaluations have, not surpnsingly, proved
difficult. At one point the Stanford Research Institute, whichhad been
awarded the contract for the national evaluation of Follow-through,
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started trying to' develop evaluation instruments geared to the goals of
the sponsors (o, it must be admitted, animpossible time scale) only to
finditself confronted, first, by an edict from the Office of Child
De[:r}{gpmentto concentrateon assessing the programme’s effects on

IQJ “academic ; performance, and, subsequently, with the loss of

their contract.

DeSpnte the activities of his cblleagues quoted above, Zigler, the
Director of the Office of Child Developmént defined the goals of the
programmesg as being to enhance “the ability to Thaster formal
concepts, to perform well at school, to stay out of trouble with the law,
and to relate well to adults and other- children” (1973).

. Several thousand evaluauan studies have-been-carried-out. It is
clearly impossiblefor any single researcher, particularly one engaged
in substantive.research of his own, to get hoid of, let alone evaluate
these reports. To facilitate the process of evaluation the US Depart-
ment of Health Education and Welfare has commissioned a number
of reviews of the literature emerging from this vast enterprise. These
reviews are, unfortunately, flatly contradictory. Thus, whereas Mann
et al (1977) concludes that, of 62 schemes selected for their quality,
49 showed a beneficial effect and only 13 did not, and Brown(lQ??)
came to the conclusion that the 13 studies which did not appear to
show a beneficial effect-were unsatisfactory for one reason or another
(thereby concluding that there were o studies which did nof showa
benefit). Hawkridge et al (1968) and McLaughlin (1977) came to

«exactly the opposite conclusion, Hawkridge et 4l concluded that, out
of over one thousand studies, only twenty-one met a criterion i
improved academic or intellectual function, while McLaughhn ¢t al,
afterreviewing forty “exemplary” studies which had at one time or
another reported-benefits (in cludmg the studies referred to in more
* detail below) concluded that:

“At the outset (of this exercise) it was expected chat a major
proportion of the effort would involve reconciiiation of different,
but apparently valid, studies: however, this tumed outnotto be a
-substantial problem. . . . The major problem was to draw any valid
.substantive conclusions from any of the studies”.
: Nevertheless, notmthstandmg all the arguments, a number of
Lo conclusions doremerge from this literature: :

‘1. Despite the breathtaking range of programmes, involving
manipulation of every conceivable set of variables known to the
author, nodramatic effects of any of the programmes have been
demonstrated except that perhaps, given a little encouragement,
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“deprived” adults are very good at comingtogetherto bring such
effective pressure tobear on thebureaucratic and administrative
machinery that steps have to be taken to put a stop to such
programmes of adult education.

mNohe of the programmes has been able to have a dramatic and
lasting effect on ¥Q. It is not the case that, as was widely
bel ved at the siart of the programme, simply doing such things
atking to children would dramatically raise thei IQs and

sc ool perfo rmance. Whatever the variance in school pesform-
ance is sue to gt is not principatly due to any of the obvious
variabJés which were thought to lie behind it when the program-,
mes were implemented. (We may note in passing that one .
reason why the designs of the evaluation studies look so poor is
" that these studies were based on the assumption that the effects
of intervention would be dramatic, and therefore deménstrable
Aespite minor defects in expenmental design and instrumentation).

3. Ifthey are able toopt mto the programmes, highsocio-economic
status_children benefit more from the programmes than do low
_socig-economic status children (Palmer (1976), Jensen (1974)).
4. The ré’ﬁge of outcomes which has been assessed does not do
Justice tothe range of outcomes which one would expect to follow
from such programumes. Thus one finds Love (1976) emphasising
that thousands of parents kave learned important things and
cometo feel, and to ve, more competent and capable of leading
their lives in the way they want to lead them than they were
before, but that this effect does not show up inthe smd!es which
have been made:

. 4. No oné style of intervention has been shown to be superior to
others (although Stallings’ (1974) evaluation of some of the .
Follows-through programmes does show that traditional school
programmes depress the: ability to perceive and think clearly,
while “open” education programmes enhance this ability but
depress performance in the three Rs).

6. One of the reasons for the messiness of the area is that
programmes have notbeensufficiently clearabout whether they
were service-oriented or research-oriented, Thgresult has been
a lack of theoretical basis in the interventions, fluidity in the
processes the effects of which the researchers were'supposed to
be studymg, and insufficient funds for the development of
.appropnate instrumentation (Haney, 1976). -
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7. While the Lothian Project represents but a drop inthe oceanin
comparisont with the vast US involvement in such programmes,
in terms of the evalyation studies it is one of the largest, most
theoretically based, and most systemaucaliy evaluated projects
in the world.

8. Whereas. Headstart began a commumty-development
orientation, and, as a result pf political rows, found itself
deflected on to the less threatening goal of promoling cognitive
development, the
cogmt_we development, and, as a result of the Home Visitors®

«£xperiences, came to see the eommumty-development goal as
central to the achievement of its cognitive and. educational .
'. objectives.

Srua'les of Particular Relevance

Despite the fact that pressures of ‘space have led us t¢ omit most of
the material*we have reviewed, it is necessary to summarise a few
studies that are of particular importance from the point of view of
evaluating the Lothian Scheme -

AMERICAN PROJECTS B

Homestart, one of the best evaluated programmes, was aimed atthe
poor. Through regular weekly visits lasting about an hour and a
quarter each, the families in the project were encouraged not only to
play with their ch:ldren, butto u'nprove their heaith care, nutrmon and
to inake better use of community. resources.

_Each Home Visitor worked, on average, with about ten or eleven
families. The visitors thernselves, though they were paid, were given
.. very little (slightly over $5,000 a year) for work that often involved
them in 50-60 hours a wegk. They were called “para-profess:onals
in that 909 of them had little or no formal training, and did not
generally have much experience of working with families or of
providing the varied child development, nutrition and health services
tiiat the programme called for. *In fact”, said the Final Repott on the
project, *‘not bemg professmnal’ was viewed by many project staff as
an asset, makmg it easier to establisha close and trusting relationship
with parents”.

Homestart set out, through its home visiting programme, its group
meetings and its back-up service of professional workers, to change
the attitudes and child-rearing practices of parents, and at the same
time to make families mote self-reliant in their use of community
facilities. As compared to a control group, Homestart families, after

Le
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onlyayearin the programe certainly showed changes of behaviour.
They were more inclined to let their children help around the home,
spent time reading to their children and helping them with drawing,
provided more books and toys, taiked to their children more often,
were more involved in the community, and were generally doing those
things which the Homestart visitors had encouraged them to do.
(Although, notably, when asked whether they used specific community
services like housing or job training, Homestart mothers reporied a
greater uptake than “controls” of only one out of 15 poss;ble
agencies). “

The children, too, were significantly ahead of“contmls” interms of
measurements on a Pre-school Inventory, alanguagescale anda child
talk score. There was a statistically significant relationship between
the frequency and length of time of home visiting and both parent and
child outcomes. Where Home Visitors had made fewer than three
visits a month, or where the visits fell below 1%-2 hours, thete the
language development of the children grew more slowly (Love, J. gz
al, 1976). However, children visited for two years did not do better
than those visited for only one year.

When H8mestart families and children- were compared with
children who had gone through Headstart programmes, only small
differences could be detected:

*Although the minor differences that were found suggest that
Homestart’s advantage is in producing a more positive effect on the
'mother-child relationship, there were actually very few (such
differences) . .. it must be concluded that the two programs had very

similar effects on parerts.”
. (Love, 1976)

Bearmg in mind that Headstart programmes were largely centre-
based “‘teaching” projects with a minimum of home visiting or often
even parental involvement, this is thought-provoking, because it
suggests that, while home visiting can of itself result in important
changes, these are quantitatively (and perhaps qualitatively) little
different from changes affected by more traditional methods of
intervention.

Thé nature of Levenstein's intervention programme has already
been summmarised by Ian MacFadyen in Chapter 2. Levenstein’s
research has, however, recently thrown up something which leads one
to re-evaluate the whole of her research, and thus the importance
attached 1o it when designing the Lothian Region programme. While
her research continues t¢ demonstrate marked short-term gains in IQ
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on the part of her expenmema] subjects, it now shows an equally
marked short-term gain in the IQs of her control subjects. This
reminds cne of Weikert's (1978) finding that all three centre-based
programmes which he studied produced results of a similar order of
magnitude, If all types of intervention—including the visit of a
researcher who simply tells one that one is part of an experiment—
produce gains of similar magnitude, why have an elaborate Home
Visiting Programme?

_ Lazar(1979) was responaible for summarising the results obtained
by the Developmental Continuity Consortium. In 1975 a group of
investigators who had been conducting intervention programmes-—
came together to pool their data and consider the long teim effects of
their efforts. The consortia included such well known authors as
Deutsch, Gordon, Gray, Kames, Levenstein, Palmer, and Weikert.
What the consortia results suggest is that, while virtually all program-
mes result in short term cognitive gains, these tend to “wash out” in
all cases, whether centre-based or home-based. However, there are
long terun effects. Children who have been involved in such program-
mes are less likely to be assigned to remedial classes or held back at
school, and their standardised achievement scores rise commuously
with age when compared with those who have not been mvolved in
such programmes.

As will be argued later, the most probable explanaﬂon of these
results is that the children have been taught the specific operations
required to do well in IQ tests for young children. Theyhave alsobeen
taught what to expect of schools, teachers, and other adults. As a
result, the children will be better adjusted to school and less rebellious

_ and disruptive. Not being held back, they will be in the right grade to
study the curriculum on which they wlll be assessed and this will result
in higher achievement test scores. In our opinfon, it is reasonable to
expect from the Lothian Region Educational Home Visiting Scheme
results similar in al} respects.

We cannot conclude our brief review of the American literature
without commenting on the small size ¢ d short term nature of mang
of the studies. While the fupds available to some of the U

_ researchers were sevesal million times the funds available to us, the
US programmes (see Haney, W. 1976} have frequently been
charactensed by wild expectations as to what can be accomplished
both by the intervenors and by the evaluators, by failure to be clear
about whether the programuies being evaluated were best thought of
as services or as a planned varety of alternative programmes the
effects of which were to be compared one with another, by utterly

44
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unrealistic fundings and time scales, and by failure to budget time and

- resources forthe developmentof appropriate instrumentation. Nearly
all the evaluation exercises are based on experimental and control &
groups of less than forty, and most on less than twenty. .

. BRITISH PROJECTS

Tuning now to British Projects, we find the ground covered much
more thinly. Aside from the now widely reported Educational Prority .
Area projects, which mostly involved groups as small as those
reported in the American studies, the number of evaluated schemes
can-almost be counted on the fingers of one hand. Van der Evken will
be reporting on his evaluation of these schemes elsewhere. Here it is
appropriate to say a word or two about the EPA schernes

In the West Riding study (Smith, l9'?5), a Nursery programme
’ supplemented by Home Visiting was shown to have a significant
impact on IQ and the children were rated by the Educational Home
Visitors as more mdependenl and likely to take initiative after the
Visiting, The parents were rated as less likely to make use of verbal or
physical punishment. In addition, Poulton and James (1975) have
reported that the study had a significant impact on the mother’s
attitudes and behaviour. Parents became more likely tosay that it was
more important to use wotds carefully when talking to children, and
more willingto play amore active role inschool classrooms. Teachers
were, however, slow to accept the value of HomeVisiting. The Home
Visitors found their own experiences as mothers the most relevant
“training’ for their jobs, They changed their viewpoint on the locus of
“the problem"” they were trying lo deal with and bedame more
committed to the view that schools, rather than parents, needed to
change. Like most of the other British projects, the EHVs found
themselves drawn into counselling and “therapy” with the mothers in
order to help them cope with their unmet social needs.

Another British project—in Deptford—led parénts to feel more
important as educators of their cl'u[dren, to forge closer links with
schools, and to prof%s:oncls coming to think of themselves as

- enablers of, rather than providers of, leammg. It alsoled to IQ gains
and to the children concemed settling into school more readily
- (Jayne, 1970).

Van der Eyken comments that this project, like the US projects we
have described, caters for the sortof confident, service-seeking family
which can make use of knowledge and skills when they are proffered.

Mention must finally be made of some work on pre-school




OTHER EVALUATIONS

education carried out in Dublin (Kellaghan, 1977; Kellaghan and
Archer, 1973, 1975). Two incredibly carefully thought out schemes
were implemented and evaluated. One involved a centre-based
programme, This mainly provided means of involving the children
concernied in activities which would be likely to promote their
cognitive development, although these activities were supported by
some home-school link activities. The other programme involved
Home Visitors’ going into the children’s homes over a period of time
and encouraging the mothers to engage their children in activities
(such as. reading) which would be likela{ to promote their cognitive
development,

So far, the evaluation of only the first of these sets of activities has
been published. Despite the cognitive emphasis of the programmes
and the care taken in designing.the intervention, the mean IQ of the
participating cHildren inéreased only from 93 at the start to 99 at the
end of the programme. It then declined to 91 three years later. The
programme had no effect on a number of personality variables.

Aside from these results of the evaluation, the study is of interest
because it shows that, despite the disadvantaged nature of the homes
from which the children were drawn, the variance in their IQs is
virtually identical io the variance found in the total population.
Whatever explanation is advanced for the low mean scores of the
children living in the area, that explanation must also account for the
. fact that the children’s abilities are far from uniform. Whatever is

responsible for the variance in IQs, it is unlikely to be the home
backgrounds from which the children come.

The position of the Lothian Region Educationa] Home Visiting
Scheme in this array of possible strategies will, it is hoped, by now be
falrly obvious in a general sort of way. In the next chapters the
activities of the EHVs are deseribed in slightly more detail, and some_
of the issues which the Scheme has raised are discussed inthe context
of the available jiterature. In Part IIC we turn to the task of using the

. literature we have renewed, and the understanding of the issues which
we will by then have built up, to assess what the impact of the Scheme
is likely to be,




CHAPTER 5

THREE STYLES OF VISITING

As we have seen, the EHVs, working within the general framework
outlinéd earlier by Ian MacFadyen, and in consultation with their
HMead Teachers, were encouraged 10 exercise their professional
_ j.dgment about how best to go about their work and how best to relate

e general orientation of the scheme to the needs of the particular

families, schools and communities in which they worked. The

variation in style that this produced, the pressuces which made for it,
and its consequences are reported by McCail in a refated publication

{(McCail, 1980). Here it is Sufficient to give thé reader, as briefly ast
" possible, some inkling of the extent of the variation.

Four styles of Home Visiting may be discerned within the scheme.
Only three of these will be discussed here because the fourth is-a style -
which was developed by the Visitor who works with handicapped
dhildren.

‘The styles which are described below are neithéf “pure” styles nor,

 “ideal types”. The descriptions leave many thing® out, and noone of .
the EHVs would claim todo all ofthe t]ﬁngswhichareincluded under
any one ‘heading. The sketches simply serve to indicate the sort of
variation found within the scheme, To ayoid any misunaerstanding it
should be mentioned that, although only six Home Visitors have been
at work at any one time, owing to two retirements, eight Home

Visitors have infact been associated with the scheme up tothe time at
‘which the evaluation ceased. The number of EHVs at work has

subsequently mereased to fifteen.

——

STYLE 1 .
Style 1 seems to encompass the following components: - .
(@) An emphasis on teaching particular concepts: colours, relation-
ships, nam€s of objects. (Note the implicit theory of “cognitive
devalo t”, As Bereiter and Engelmann (1966) assert, this
view holds that the ability tothink clearly is dependent on hdving
relevant constructs available),
(b) An emphasis on teaching a “cognitive skill”—such as how to
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pay attentzon to shapes, to the imes on bits of jigsaws, etc. The
cognitive skill behind these might be described as the skill of
- observing, reasoning, listening or analysing. This emphasis is, of
course, compatible with a theory very different from that of
Bereiter and Engelmann. This theory holds that the development
of vocabulary, constructs, parts of speech, tenses of verbs, and
linguistic structure is dependent on the pnor development of the
ability to perceive and think clearly, since these abilities are
cssentialto discern the complexstructurz of language, which no
parent or teacher is in a position to_teach children expllcitly
(Spearman, 1927; MacNamara, 1972).
A “teacherish” style in interaction making extensive use of“
closed questions with the right or wrong answers.—-

{(d) An emphasm on encouraging parents to adopt discipline by

. reasonmg, without being able to give aiiy very explicit account
of why this is so important,

{¢) Little questioning of the current programme of pnmary schools
or “middle class values™.

(/) Minimal involvement in helping the parent to think about and
solve her problems (Such activities are felt to be a digression
which is sometimes necessary in order to get the problems out of

the way so that the “real work™ of the visit can go ahead)

&) Involving parents, in a classroom-like sitvation, in group
activities designed to teach them the received wisdom about how
to bring up their children. -

STYLE 2

The Home Visitor who best exemplifies this approach takés the
view that developmental leaming follows interest, It is necessary to
foliow the child’s interest and give him the information he needs to
explore them. He will then come to observe and to think. He will pick
up concepts in the process, and his need to observe and to think about
his interests will lead himto develop these cognitive skills, which he
will then use in order to master }anguage. Thus, like Spearman (1927

and MacNamara (1972), she holds that the ability to perceive and
" think clearly is a prerequisite to the acquismon of language—-not the
reverse (cf Bereiter and Engelmann, 1966). :

Like Bruner (1966 1967, 19?6), Cazden (1973) and White
(1976), her view is that the educazor’sjob istocreate environmentsin
which children can grow. There is no.need to direct their attention or
to “stamp in’* basic ¢onstructs.
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Like Kelly (1955), she holds that the child, like herself, is an
experimenting, anialysing, thoughtful being who is alreaty trymg to
reftect on, andimprove, the effectiveness of his actions, and trying to
understand the world, Thus itis not necessary to constrain his.actions
by rigid rules. Indeedthis is tobe avoided sothat the child can exercise
these abilities.

In order to prevent the mother viewmg the child as incompetent and
ignorant {and therefore as something to be disciplised, trained, and
insteucted), but rather as competent, thoughtful, interested, and
anxious to learn, she is anxious to draw:the mother's attention to her
child’s abilities and to encourage het to develop a great respect for her
child's competence.

Because the child is capable of reasoning, it is important to adopt
discipline strategies which stress reason. But by reasoning with the
child one ajso promotes the development of the ablllty to reason,

question and analyse. The effect becomes cyclical.

In order to help the mother to become better able to model
appropriate cognitive processes in action—for the child to see and
copy—she encourages the mother to mull over the goals of the
visiting, the success with which they are being achieved, and waysin
which they could be attained more effectively.

" In order to help them to think about children's behaviour, styles of
interaction between parent and child, and educational processes, she
encourages parents to visit the nursery school—where they can not

o_“é)’_ﬂ’&!ea,chﬂs—ﬂ"d—chﬂdren imeracting, but also see parents
——————ifiteracting with their own and other children. They can also try out
new styles of behaviour with othe&ieoples children in a situation in

s

which the consequences of a mis
would be with their own children.

Because of the subtlety of her approach to promoting growth and
development she is doubtful about the notion that effective Home
Visiting could be carried out by mothers who have only a minimum of
training and supervision. .

e may be less serious than they

STYLE 3 _
“The third style of visiting is characterised by:

_f_’__’LA_bclleLmat-ltwls necessary (o use language to promote the

developrnent of reasonmg abxhty
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concepts and teach the analytic styles which are required to
evolve concepts.

A belief that an effort to help the mother to cope with her own .

problems will lead her to use language, get heip from other
people, make plans, anticipate the future, anticipate obstaclesto
the achievement of her goals and invent ways of surmounting
them, bring to bear and utilise past experience, and increase her
confidence in her abihty to {ead her life effectively. By doing
these things more often in her child’s presence, the mother will
- portray oosmtive processes in action, and competent behaviour
in general, in a way which it is easy for the child to copy. Indeed,

the child will have & strong inducement to copy it—because he _
will see that the behaviour helps the mother to achieve her goals

effectively, °

A belief that helping the’ mother to deal with loneliness by
reflecting on the nature of the problem and taking effective steps
to deal with it in the way which has just been described is an
activity whiich is directly relevant to the'achievement of the main
goals of the project—and not merely a means of getting one’s
foot in the door or a valuable side-effect of having been involved
in’the project.

A belief that schools urgently need to change away from their
knowledge-communicating function to a growth-promoting
function, but that, pending that change, children need tolearnto
take advantage of schools in exactly the same way as mothers
need to learn how to exploit and manipulate bureaucracies in .
order to achieve their own ends.

Despite the attachment to language, this style veers towardthe view
of Bronfenbrenner (1975) that it is important to involve parents and
- children in activities in which the parents use cognitive activities to
achieve their goals effectively. Although still some way fromit, it also
comes closest to the ‘author’s view that the language activities (so
conspicuous toeducational researchers in the past in the parent/child
interactions of competent people) are only a smafl past of the total
- picture, So far as the child is concerned, the parenta! model also
involves planning, monitoring the effects of one’s behaviour and
leaming new things from the effects of that behaviour, and putting
advancmggncsel.ﬁandth&eff’cuve achievement of one’s goalsbefore
attending to one’s friends. These activities may have an impact on
development which js at least as important as the actual language
activities which go on between a child and his mother.
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Concluding Comment

The Objectz\'e of this brief chapter was to gwe the reader a feel for
the different orientations adopted by the Educational Home Visitors.
It was in no sense to give 2 complete aogoum of work of the EH Vsand
the factors which made for differing orientations. This detail will be
found in McCail (19804, 1980b). None of the styles of visiting
depicted here tell the reader everything which it is important to know
about .any one of the Educational Home Visitors and none of the
EHVs do all the things listed under any one head. Nor are the styles
static and discreet. For example, the EHV who most closely
exemphﬁes Style-3 claims to have begun in Style 2, to have been led
by the literature to adopt a Style 1 approach, and, fmally, asaresultof
what she leamnt as she went along, to have.moved into Style 3. The
thumbnail sketches which have been given are useful as a means of
gaining an 1rnpressnon of the range of orientations represented within
the project, but they grade into each other, and change, in endless
ways. - .




PART IIB

.
-

- SOME THEORETICAL ISSUES OF
PRACTICAL IMPORTANCE




R THE NEXT FOUR CHAPTERS discuss a a few questions which lie at the very
heart of the Project. In them an attempt will be made to raise and to clarify a
numberofissues of theoretical and practical importance. Itis hoped that these
discussions, incomplete though they necessarily are, will help others to run
better programmes in the future. As has been indicated, one of the main
functions of any evaluation is 10 generate suggestions f‘or ways in which
programmes can be improved.

These chaplers arise out of topics whichcame up for repeateddlscussnon at
the weekly EHVs' meelings or represent areas of ambiguity Which our

. observations led us to think about. Althorgh the first of these chapters
consists mainly of an extended quotation i*om atechnical report published by
the Stanford Research Institute and authored by Jane Stallings.ef af, it deals
so well with-2-complex and confused area of such great importance to the

- Project that we could neither reascnably leave the question out ner hope to
discuss it 50 ably or succinctly.

The four chapters represent a selection from a largerset. It is hoped that at ...
least two of these other chapters—which relate to the logistics of running
evaluated inncvations and the shared understandmgs which are requiredto

-run them effectively (as distinct from running Educational Home Visiting
Programmes) will be published as journal articles. Until that happens they
can be obtained from the author in a mimeographed form. ;




CHAgEﬁs

. LANGUAGE DEVELOPMENT .
As we have seen, the EHVs began thelr work by 1pvolv1ng the

children they visited, in their parents’ presence, in actzvmes in which
- “language was usedt6 extend the 1magmatmn of.the c!uld”

The role of language in thought, and the role of the EHVs in ,
developmg language, was a matter for almost continuous’ dlscu*‘slon
at the EHVs' meetings. One EHV maintained—and continued to ,
‘maintain-that she 7. .er taught language. Another mamtamed that—
although she was not very bothered if the evaluation did not show an
jmprovement in IQ—language was essential in order to recal past
évenis, make plans, anticipate obstacles, think of ways of getting
round those obstacles, and persuade other people. If was, therefore, a
central chiective of the project to lead the parents to encourage their
children to use language in new ways. It might not aﬁ'ect IQ, but it
would certainly affect compétenice.

Since this range of perspectives is likely to be represnnted in any

" similar project, it may-be henpful to make brief reference to the issues
which have been ralsed in this, ‘at times, ﬁerce and acrimomous,
. intemnal debate.

Let us firstJook back -at how Jan MacFadyen saw the situation.

“Language is to be used to extend the lmagmauon He does not

“appear to be saying that danguage is to be “taught” in the sense in

which knowledge is taught, thougi the fact that teaching seems to be
mote closely associated in the public mind with teaching concepts and
conveying information than with developing .new ways of ﬂunkmg,
feeling, and behaving is revealing.

?ut what of the word 1magmatmn‘? A quotauon from Spearman is
he pful‘ !

\

"“IMAGINATION... . . can be mterpreted in two widely' diﬂ'erenl
Y ways, (1) the ability to form moce or less clear and vivid ‘images’.
The importance of these comes chiefly from the view held by many
 ‘psychologists, that’ they constitute the essence even of thinkmg
uself For any suchview, however, but imle upportis afforded
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the forming of images seems to be just the one ability ¢
correlations of which with those involving ‘g’ never_if" any
circumstances rises appreciably above zero! (2) inventiveness or
creativeness . . . Analysis, however, would appear to demonstrate

_ that no such special creative power exists. All three noegenetic
processes are generative of new mental content anr- of new
inowledge; and no other cognitive generation can pssibly be
attained in any other way whatsoever, not thougha Shakespeare, a
Napoleon, and a Darwin were rolled into one. That which is
usually attributed to such a special imaginative or inventive
operation can, be simply resolved into a correlate—eduction
combined with mere reproduction.

From this analytic standpoint, then, we must predict that all
creative power— whether or hiot it be dubbed imagination—will at
any rate involve ‘g’. And such a prior conclusion seems to be
corroborated by all the expenmental evidence™

Whlle later research into creativity reveals that Spearman has
neglect~d its crucially important motivational component, and while it
suggests that at the upper end of the IQ range convergent and .
divergent thlnkmg tend to separate out, what he is saying ls that .
imagination is essenually “basic 1ntellectual ability”. If this is so,
what Ian MacFadyen is asserting is that he w1shes to test the
hypothesis that language usags will develop a child’s IQ. While most
of the EHV’s would initialiy have accepted that proposition, most
would now find it threatening, and not only because they would fear
that—as the United States’ Headstant and Follow-through investi-

egations have confirmed—a tendency of the evaluators to focus onthis
goal would lead to a de-emphasis of other goals.

Itmay helpus totease outsome of the issues involvedin the concept
of language development, and the role of language in intellectual
develg)pment, if we quote extensively l‘rom the work of Stallings et al
(i97 . .

Langnage Skills

Language skills encompass mastery of phonology {the sound system of
language). syntax (the rules for correct choice and sequencing of words),
and Semantics, the latter including both knowledge of the meanings of |
mdividual words and comprehension and production of meaningful
uiterances. Language development occurs at an exifémely rapid rate
between the ages of two, when muliiword utterance” beginto predommate
in the child’s speech, and approximately four, when com lex syntactic
forms close to those of the adult can be found in the child’s discourse.

Obviously\, 1anguage is in part a leamed Skill; children absorb the

\
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language < languages spoken in their social envlronment. However,
current linguistic theory (e.g., Chomsky, 1975) holds that all languages
use gmﬂar underlying rule systems. Moreover, the sequence of stages of
Imgussuc development and the approximate age at‘which each stage
appears are remarkably uniform across cultures (Brown, 1973). The
rapMity and uniformity of linguistic de\relopmenl together with the
umverSallty. complexity, and abstractness of linguistic rules, cast doubt
on the adequacy of ordinary learning processes (e.g. reinforcement,
modelimg) in explaining how the child masters his native tongue. Many
workers in the field ol‘develogmental psydiolmguxsucs concur, at J2ast jn
some degree. with Chomsky's claim that important asﬁcts of the capacity
to acquire language are innate in the human species {INOte that this claim
has nothing to do with genetic effects on individual differences in language,
ability). Direct neurclogical evidence has also been brought to bear in
support of Chomsky's claim (Lenneberg, 1967). It is clear that Ianguage
learning builds on complex cognitive skills that are present very early in
life, whether these are innate or deveioped through experience in infancy
as , some cognitive-developmental psychologists  believe (e.g.,
facNamara, 1972;-Brown, 1973)> . ' .
- Aspects of language that ca# be affected . . . include vocabulary, the
surface details of syntax and pronunciation that constitute ‘standard’
(middie-class) English, the rate of acquisition of more fundamental skills,
and perhaffs the ways in which language is used. These aspects oflanguage
deveiopment can be tested, and they affect the child’s relationship to the
school. Vocabulary development requires litle comment, but the
remaining aspects of linguistic develdBment raise important issues.

The surface variations of syntax and pronunciation that characterize

. ‘nonstandard’ dialects such as black American English arc often
interpreted as ‘bad grammar’ by middle-class teachers who do not
recogaize that nonstandard Engligh is as intricate in rules and as rich in
communicative Poweras their owndialects (Labov, 1970). Thus, mastery
of the surface details of ‘standard’ English is a useful skill for the black
child. who often becomes hidialectical in order to deal with both his own
subculture and the dox. nant middle-class culture in the schodl. To ensure
that the, child makes progress in mastering ‘standard” English while
retaining respect for his own dla]ect is part of what it means to promote
llngmsuc devclopment .

There is evidence that the sheer amount of adult linguistic modelling or
adult-child linguistic interaction is related to various indices of linguistic
maturity {e.g., mean length of utterances, complexity of verb phrases,
variety of sentence types). ... There is &1soreason to believe that the rate |
of acquisition of general linguistic competence and of specific grammatical
constructions may depend on the type of frequency of linguistiomodelling
and interaction that.the child vxperiences . .

(There is no evidence, however, that the chtld's ultimate level of
competence is necessarily related to rate of acquisition).
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Another important aspect of language development that may be
" affected ... i5 the way in which children use language—as 2 means of
communication, as a tool for thmklng, and as a means of expressing and
controlling emotions .

A5 the child rgeaches the early elementary school years, language
becomes a vehicle for manipulating as well as expressing ideas. The
gradual development of this use of language as a tool for thought can be
observed over the preschool period { Vygotsky, 1962}, Whether this use of
languagéis acause ora consequence of general cognitive developmentisa
controversial point. P, aget (e.g.. in Piaget and Inhelder, 1969) has-argued
that it is purely a cons&lquence, that language skills have no casual relation
10 reasoning ability. ‘Vygotsky (1962), Bruner er al (1966), and others
have argued that acquisition of certain language skiils can facilitate
cognitive development .. ..

A final use of language that may be influenced by the. . . environment is
verbal expression of emotions. There is evidence that children who can
express fmstration and anger verbally are able to reduce their levels of
negative affect and avoid aggressive outbursts (Emmerica, 1966;
Feshbach. 1969). In thisregard, language use is intimately related to self-
control and to the regulation of aggression, as already discussed.

Classroom processes likeiy to affect language skills in the four domains

. =—=mastery of *standard’ English, rate of acquisition. use of language as
atool for communication and as a tool for thought, and use of language to
. express and control feelings—may be either formal or informal. Formal
" processes inctude drill, presenting the child - th verbal reasoning or
memory tasks, and expllc it training in grammar or pronunciatign.
Informal processes include language games, stozytelling (by adul!s or
chlldren), reading aloud, and, most crucially, verbal intczactinn Satween
caregivers and children .

It islikely that use of Ianguage to express thoughts and clarify problems
can be facilitated if the caregiver intervenes skiltfully in the relevant
situations, helping the chitd to discover how his own verbalizations can aid
him. As for use of language to express, and thereby control, emotions, the
socialization literature reviewed earlier suggests that impulse control is
best achieved through use of inductive discipline techniques that stress
. explicit verbal reasoning and explanation of rules.

Memory Skills

*Memory’ refers to the capacity to store lnformauon and experience;
obviously, the capacity to remember i5 necessary for all 1earning. Since
babies exhibit lcarning (at least in the form of acquisition of conditioned
responses) in the first weeks of life, it is tikely that some primitive type of
storage capacity is past of man's iinate cognitive equipment. However, .
the capacity to acquire. Store, and retricve information voluntarily
requlres the development of mnemonic skills that depend on experience;
thisis pasticularly truc of memory for veib 1l materials and of memory for
verbal labels aftached to objects or pictures,

T

7
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For example, when educat:d Western adults are confronted with.tasks |

such as memorizing lists of words or memorizing associations between
pairs of symbols, they typically rehearse the words or pairs repeatedly to
themselves. Rehearsal transforms the items to be remembered from
transicnt ‘shori-term memory’ into more durable *lorig-term memory’.
{See Atkinson.and Shiffrin, 1968, for a review of much relevant evidence
and a theoretical overview of thisprocess). Preschool children are unlikely
to rehéarse verbal materials spontaneously, and as a consequence their
performance on verbal memory tasks is poor. The tendency to rehearse
and the ability to recall verbal matedials or verbal Jabels for objects and
pu wres show significant increases with age from the pre-school period
into the elementary school years (Flavell, Beach, and Chmsky, 1966;
Flavel), 1970b; Hagen, 1972) Clear}y the mpemonic skills in such
experimeital tasks are useful for some of the leaming that occurs.in
schools and preschools, Mcmonzmg the alphabet or the muitiplication
table, or learning the pairing between written letters and their names, are
but a few examples of school-related rote memory iasks requiring verbal
rehearsal skills. ,
. Verbal rehearsal has also been implicated jn learning tasks of a
+ somewhat more conceplual nature. For example, preschool children do
poorly on tasks requiring them to discriminate relative sizes of objects
{Kuenne, 1964) or to shift flexibly between responses based on size and
colour of objects (Kendler and Kendler, 1261). Kendler (1963) has
offered evidence that older children are able to distover and remember tae
relevant attributes of objects in part because they name the attributes to
themselves when performing the leaming task. '

Verbal rehearsal is not the only school-related mpemonic skill that
children acquire. Other, examples of memory strategies employed by
educateC adults include imposition of meaningfutl structure on lists of
items {0 be remembered {Bousfield, 1953; Tulving, 1966) and use of
visual imagery, rthymes, or narrames toconnect lists of items (Bower and
Bolton, 1969; Bower, 1972). Unschooled, non-Western adults do not
spontaneously use all of the various mneinonic strategies in the same way
as do their, educated Western counterpaits or children from their own
cuitures who have receivedsa Western education (Cole ef 4, 1971).
Therefore, it can be inferred that some of these strategies are learned and
that their acquisition probably depends on discovering their usefulness in
the school or preschool situation.

Perhaps the most provocative work on memory development in young
children is that of Piaget and his colleagues {see Piaget and Inhelder,
1969). Piaget conceives of memory as a process of active reconstruction
rather than retricval of static mental records of past events. He argues that
the child’s capacity to reconstruct depends on the cognitive operations
available to him. Thus memery improves with age, not only because the
child acquires specific task-related stratcgies such as verbal rehearsal but
also because his cognitive capacities undergo major, sualitalive, structural
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reorganization. The changes in memory skills and cognitive organization
are especially striking between the preschool and early clementary school
years (lhe transition from ‘preoperational’ to ‘concrete operational
thinking, in Piaget's termgs). Piaget has demonstsated that pre-school
children can reconstruct Simple scenes (e.g., an arrangement of sticks .
ordered from smallest to largest} more accurately after a delay of many
mopths than afier a delay of only a few days, if they have acquired new,
relevant cognitive operations (the eapacity for “seration”) in the
meantime. While thes¢ experiments present certaio problems of inter-
pretation, they lend credénce to the view that. memory devclopment in
young children is part of a broader process of eognmve growth and is not
merely due to acquisition of specific mnemonic tricks.

Finally, a good deal of recent work on children's memdry (e.g.,
Kreutzer, Leonard, and Flavell, 1975) deals with what has been cdiled

'metamemory’ skills. Such skills include knowing what ong knows or does

not know before one searches one's memory for the parucular information
or knowing what kinds of strategies will help one retrieve information (as
Qpposed to mere!y using such strategies unthinkingly). Research on such
*metacognitive” skills is in its infancy but promtses to be amajor new area
of developmental psycheiogy.

Insum, the memory literature gives ample reason 1o believe that specifie
mnemonic skills are acquired in response to particular schoo)-related
tasks. The literature further suggests that memory development may be
linked 1o more fundamental changes in cognitive structure with age. While
the literature clearly demonstrates that preschoolers differ dramaticalty
from older children in mnemonic strategies and metamnemonic skills, the
literature is somewhat less elear in tracing the development of these skills

- through the preschool period . . ..

Reasoning Skills and Concept Learning
_ In their broadest interpretation, reasoning skills and concept learning
encompas$ almost the whole of cognitive development. They eonstitute
not one cutcome variable but a massive eomplex of variables. Reviews of
research performed before 1970 (Besdyne, 1970; Flavell, 1970a)
" demonstrate the volume and intricacy of theoretical and empirical work in
the two areas. To dojustice to the issues relevant to the two fields would be
impossible here; only the briefest of sumimaries can be attempted. °
Thereare two major approaches to cognitive development, one derived
from a ‘European rationalist/structuralist tradition most cleasly
exemplified jn the work of Piaget, the second from an American
behaviourist/empiricist tradition associated with Watsen, Hull, Skinner,
andmany others. The latter sehoo! views the development of coneepts and
reasoning abilities as the accumulation of specific experiences; for this
school, leaming consists of appropriate sequences of stimulation,
response, and reinforcement. (In some variants of the approach, modelling
is also given a role). The P